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Abstract

This paper, the first ir. .1 series, reports the results of a

year-long research project conduCted in an experimental school

associated with the Learning Research and Developthent Center,

University of Pittsburgh. Using a variety of techniques drawn

froth anthropology and psychology, the invesgator elicited a

cognitive map of school activities from intermediate grade

pupils. This taxonomy of activities was then used to describe

the school from the pupils' point of view. The taxonomy was

refined and validated through the use of a similarities judg-.

ment instrument, and several, analytical schemes were applied

to this data. Finally, the intermediate grade pupils were

each observed a variety 'of school settings, and their behav-

for was coded on a scale which las derived from the activities

taxonomy. The results of this observation scale are presented

discussed in terms of the relative frequencies of the

ctivities over settings and over pupils.



THE BELIEFS AND.BEHAVIORS OF PUPILS IN AN EXPERIMENTAL SCHOOL:
INTRODUCTION AND OVERVIEW

David F. Lancy

Learning Research and Development Center
University of PittSburgh

"al

Behavior depends on the Image
. . Kenneth Boulding, "he Image

/

'6s)The research project described in this nd subsequent re-

ports began as an attempt to understand and describe anthro-

pologically an experimental' (or, developmental) school. This

school is a medium-sized, suburban elementary schodg located

near Pittsburgh, PennsylvaAia. For convenience, this,school.

will be called Longbranch.2 Longbranch is, in many respects,

a typical elementary school. The population of pupils is drawn

from a single community and is- composed of white children from

predominantly middle-class families. There are two classes at

In most LRDC publications, Longbranch is referred to as
a developmental school. Developmental has the partial conno-
tation that the pupils are somehow abnqrmal and that the school
is trytng to "help" them to develop. Experimental conveys
exactly the atmosphere of closely monitored change, the testing
of ideas, and investment for the good of a group larger than
the resident population, etc., which is characteristic of Long-
branch.

2 To insure their anonytity, actors in the school are eith94*
not mentioned by name or are given pseudonyms. Longbranch is a
pseudonym.
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each grade level from kindergarten trough grade 5. The school

is administered and staffed in the customary manner. Other

normal features of this school will emerge in the course of my

description.

In other respects, Longbranch is far from typical because

it has had a close relationship, since its founding ten years
.4"

ago, with the Learning Research and Devel,bpment Centeri(LROC)

at the Universit, of Pittsburgh. The Center has developed and

implemented in t is school a number of innovative instructional

programs, including individualized curricula' in reading, math,

and spelling; computer-assikd instruction; an Individualized

Science lab; and a self-managemeht system that gives students

considerable freedom in planning the course of their day at

school. Longbranch, then, is here considered as a member of

the species ex.rerirne.lt7 shoola and, more particularly, as a

school in which the phrase fr.17vu.:7.1 instruction charac-

terizes both the philosophy and means of its operation.'

Anthropology in an Experimental School

To study any living community anthropologically implies

at least two things. First, it implies the use of a method

(,
commonly called fieldwork. As a method, fieldwork is charac-

terized by the researcher remaiping 41 close contact with the

people under investigation, even if he resorts to instruments

to gather and analyze the data. It is also characteristic of

'For a more extended description of the theory and prac-
tice of individualized instruction, see Glaser (in press).

2
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fLeldwork that the invel,tigat,or is foreign to the/q-roup he is

studying. As an adult in a child-centered society, the Veld-

worker in a school indeed a foreigner.

A second impli, tion of an anthropological approach is a

theoretical concern domin ted by the construct There

is little agreement, however, among anthropologists on a defi-

nitiA of culture. Spradley)N1972) offers an excellent short

review .)f lefinitions of culture up to the present time. Two

kinds of definitions reflect Current attempts by several schol-

ars to retain the culture construct in the eace of ply.

:multi- cultural societies:

The "behavioral definition" focuses upon observable
patterns of behavior within some social group. . . .

The "cognitive definition," on the other hand, ex-
cludes behavior and restricts the culture concept
to ideas, beliefs and knowledge. (Spradley, 1972,
p. 6)

From my vantage point, both behavior and beliefs are of inter-

est, and of particular interest is the interaction of the two.

I understand culture, then, to be the belief system and behav-

ior patterns of, a social group.

I was, from the outset, interested in the beliefs and

behaviors of on particular group in the school, namely, the

pupils. t3iven t e enormous effort that had gone intt5 the crea-

tion of the .expe imental school, I was anxious to discover how

pupils themselves characterized thi effort on their behalf.

Because my method ould heavily rely o interviews, I chose to

work exclusively with pupils in the intermediate grades on the

\`
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assumption thatjhey would tie more Articulate about their

liefs than'younaer pupils. The aim of this pro)uct, therefore,

was to describe, analyze, and interrelate the beliefs and behav-

'iors of 1Jurth and fifth graders in An experimental school.

The Study of Beliefs and behaviors

It the construct of cul.tureSuffers from a multiplicity of

Jefiniti7ms, the construct of belief suffers from a multiplicity

pf analogous constructs Masquerading under various name'S, each

with its own definition. However, an excellent general defini-

tion of belief is provided by Bem (1970): If a man perceives

some relationship between two things or between something and

a characteristic of it, ha is said tcy hold a belief. . . Col-

lectively a man's beliefs compose his undersiandinq of himself

and his environment" (pp. 4-5). In the most comprehensive re-

view of the field to date, Borhek and:Curtis (1975) list seven

elements as crucial in defining and delimiting belief systems.

In my research, their fourth element, perspective, or In ivy

receives major attention. "The perspective,.or cognitive

map, may consist of nothing more than a classification or set of

iconceptual tools. Offen it forms thoughliiy calling attention

to the environment through the classification itself"(p. 11).

I wi14 .argue that to fully understand the sohool 7:7e, of

pupils it is necessary to. study both, their beliefs with respect

to school and their behaviors within the--eehool setting. Di-

verse bodies of scholarship have begun to converge in this area

and help to show how the beliefs acid behaviors of sdcial groups,

4
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might be related. Stephen Kaplan (1973) reviews and extends

the findings of several generations of psychologica arch

on cognition and ',..ancludes that men must haveagogni
W"-

3tven that Ma, as a spy,-,Ies, understands his en*&rdtMen this

understanding can only tome about through the structured repr,e-

sentation of the environment in his mind. To survive and evolve

as he has, man has had to abstract (often syMbolically in lan-

guage features of the environment and organize these features

1r a systematic way. Scholars in the field of artificial Intel-

liqen,-e have began to. speculate on and simulate (on a computer)

the actual structure of these cognitive maps, or what Newell

and Simon (19 have called "prdbleM spaces." Minsky (1974)

has studied "frames," which; conceptually at least, resemble

cognitive maps and which he defines as "a data strucyat-e,for

representing a stereotyped situation" (p. 1). He describes

possible configurations for frames that handle the data of

visual imagery and the data of language units:

In this study, I will be working With belief's like the

following: "A tree is a type of plant," "There are evergreen

trees and trees that lose their leaves," and "Some trees that

lose their leaves are fruit trees." These beliefs are organized

into a cognitive map that can be well represented as a taxonomy<

'In this paper, the term map is used metaphorically. This
raises some problems because others have used it more literally
(in.,:gr?:t:;,p mar) in recent publications. See, for example,
several of the articles in Downs and Stea (1973).

5
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Plants

trees

everg04eens trees that lose their leaves

1

uit trees

Like the world of plants, the experimental school is composed

of many things, and this study will probe the ways that pupils

organize,these things into cognitive maps of school life,
n
or

taxonomies of things they encounter in school.

Similarly, Berger and LuckAan (1967) synthesize and extend

a theory which dates back at -lea§t to Husseil: that reality is

rA.!tl. Man cannot,know or describe his environment except

as it is organized into cognitive maps in his own-mind. More

than this, Man as a social animal learns to construct reality

as others around him do. Social groups are characterized, then,

as constellations of individuals with highly congruent belief

systems or highly similar ways of constructing taeality. Pupils

are not handed cognitive maps of the school on the first day of ,

class. Rather, they must construct, these maps as they go along,

influenced, a least in part, by what their peers say about and

do in schodl. The map contains a pupil's assumptions about the

school, its rules, routines, requirements, and so on. New

things or Situations are comfortably fitted into appropriate

1. i)
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nodes of the taxonomy to the extent that they are similar to

old things. School life. shapes tie Pupils' map, and the map,

in turn, ,JuideS their view of and behavior; in the school en-

vironment.

I treat pupils as wno construct and share the reali-

Longbranch. In this context, I wanted to ask a series of

questions about the reality Constwtion process: What is the

content and structure of fourth and fifth graders' cOgnitive

m2r(s) of Longbranch? Is there a single, widely shared map

(qivin.3 evidence of ? social group rather-than a mere aggregate

of individuals), r idlosynratic maps? 'What underlies this
0

map in terms of a few highly salient dimehsions, or what might

be c:lled (Borhek & Curtis, 1975, p. 12)?

What is the relationship between the map as a "guide for behav-

ing" and the actual behavior of pupils in the environment? -

'Actors and Reality Construction

During the course'of a year, Longbranch plays host to many

visitors. These visitors are drawn to Longbranch because of

its experimental status. Before visiting the school, many of

these people have undoubtedly read several articles written by

LRDC staff that describe the design, implementation, and evalua-

tion of the instructional systems used in Longbranch. The visi-

tors areguided on their tour by a representative of the.Center

whose other duties encompass both the faCilitation of LRDC's

work and the smooth functioning of the school as a whole. They

I I
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may also ?lave-w opportunity to talk informally with teachers,

pupils, and their parents. (who also regularly visit). I often

wondered what kind of impre*sion these visitors carried away

with them. At the-Leasthey must have been impressed by the

Ndive e community of indimiduals who.contrsibute to the school

life of Longbr4h. Each actor in the community,. whether teacher,

researcher; develori'tr, pArept, or pupil, will be asscciated with

a different sks and also a diffetent set of beliefs

about school

One group o rs, pupils, serves as the subjqct of this

report, and othe rs in the Longbranch community swill serve

as its audience. ere are several reasons why this project

will be of intere to an audience of role-playipg individuals

(or actors) who ar*rvolved with Longbranch. First, by taking

the pupil's perspe ive, a view of school life is exposed for

the first time. Researchers consult with tachers and vice

versa; the school communicates with parents in.various ways;

but pupils lack such formal opportunities for expressiOn. It

is highly likely that the pupils' perspective or beliefs will

differ significantly from that of other actors involved with-

the school. Cicourel and his associates (1974) conducted a

study quite similar to this one and had this to say about upil

vs. teacher beliefs:.

Comparing the teacher's accounts of the lesson
. . . with those of the children produced dif-
ferent accounts of the "same" scene. It was
sometimes difficult to recognize that the chil-
dren and the teacher witnessed the'same event.

/
C")
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The ,,-hildren's reaponses during thewlpssonipro-.
vided Afferent concePtt<ns of correct Ana un-,00
correct answers which contrasted i p the teach-
er's expectations . . . the childre. seemed to
receive 4nd organize the-lesson in terms of
their own rentations at the time of the event.
(p. 4) -,

ReSearchers attend to pupils as learners, teachers attend to

,

outstanding (in a positive or negative sense) pupiks, and per-

ente attend to their own. children. This study will focus atten-

* tion on ,..he intermediate grade pupils as a coherent social group..

A second and related intention is to provide a holistic

ac;:ount of th schOol life of fourth and fifth graders. Again,

tshe perspectives of other groups are constrained in various

: wayS. LRDC staff are mainly interestrrd in those aspects of

school life that pertain to their particular. endeavors. There

are mathematics experts, scie ce experts, computer- assisted

instruction experts, and so on. The mathematics expert knows

little about what pupils do in art class. SimilatlV,teachers

are most knowledgeable about those aspects-Of school life where

( 4, pupils are under their directcharge. The homeroom teacher
--

.

rarely visits the science lab or talks with the science teacher
t

about whait goes on there. By descriloing an of the settings

that make up school life, opportun'ties for cross-subject or
,s.

cross-setting comparisons are possible. -I will make some of

these comparisons, but it hoped, that others will make many

more and more meaningful comparisons between the particular

settings in which they arNithe princf "A actors and othei- set-

tings where they don't play a role.

9



Procedure

tie

cis project can be best characterized.as occurring in

e phases.. During the first phase, which lasted approxi-

ately four months, data collection was 'unobstrusive, undirected,

It consisted of observing children, takingand unstructured.

notes on their school life and, someWhat'later, recording their

spOntaneous conversations. During the second phase, whic-

lasted approximately two months, data gathering intruded into

school life and became more structured and systembtic. During

this phase, three types of Open-ended but direCted interview-

ing techniques were used with a few children. During the last

phase, also lasting tldro months, data gathering became highly

structured and systethaic. ,A similarities judgment instrument

was administered to all fourth and fifth graders, and they were

all repeatedly observed using a behavior observation scale.

Each phase of the research built on the previous phase in that

the results from each phase were used in constructing the data-

collettion procedures in subsequent phases. Because of this

last feature, it will be necessary to present some of the re-

sults in the procedure section in order to show how techniques

were constructed.

Phase 1: Observation and Recording

The first step in any piece of fieldwork is the establish-

ment of one:srole--vis-a-vis the culture one studies. I could

not operate frOm a blind (although such methods may be possible

1
10



in future invvstilitions .f ach.ls), nor could I pass as a

fourth 4raier. I presented myself to the population at Long-

branch as a re:ieircher from the Learning Research and Develop-
-

ment center. This role- was (.asily taken on because researchers

are a common tvture in :is and most experimental schools.

BeyJnd this initial 3tarting point, the role became more diffi-

-11,1t to fultiM ber:ause, unlike previous researchers at Long-

branch, I not have a short -term dell- specified set of objec-

tivt . Well into project, I was still being asked by pupils

telqhers what I was doing there. My answer was usually

framed as "I'm tryirig to see what kids do at Longbranch.': See-

ing me. taking notes in a notebook, pupils asked if I was writing

i book: aboc? them. When. I replied that I was, they asked, "Will

I be in the book' ", I always replied in the affirmative. for

the pipils, then, I became the "man who is writing. a book about

Loncharanch." L observed fourth and fifth graders in 'every set-

ting in the school whe're they might regularly be found for three

days.a week over a four-month period (November through February).

The most frequented areas included: a homeroom classroom;' a

.
learning center shared by several homeidoms which contains com-

puter terminals, bookshelves, racks holding consumableilesson

sheet's, and aide stations; hallways; tliv.:library; the paay-

.

ground; the gymnasium; and a science lab. An implicit assump-

tion from the beginning was that the school as an environment 6

was "differentiated" and that romp or areas ofthe school

might. be ill important source of variation in the environment.

This ,assumptions to prove correct.

11 $
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I literally tOlowed ,.lasses (two each in the fourth and

fifth grades) around in the school. When a class had finished

art, I followed it to the library; when it had finished (after

50 minutes) in the library, I followed it back to the 4omeroom,

and so ot,. I took notes on features of rooms or areas, on

pupils, and on activities or recurrent themes of pupil-room-

behavior interaction patterns.

This observation period aided in the construction of my

own cognitive map of the school. This map was not a blank

space to begin with in that I had had some prior exposure-to

elementary schools as a former pupil and had considerable,in-

formation, abbut the curriculum and management system that nad

been designed at LRDC and implemented alt Longbranch. Hence, my

cognitive map of Longbranch was refined and filled in during

this period. This personal cognitive map was used throdghout

the remainder of the data collection and analysis period as a

kind of standard against which I could compare the cognitive

maps of children.

A second,aim of the observation period was to allow the

population of Longbranch to fit me into its cognitive map.

knew that my method would eventually call for interviewing

pupils and, perhaps, teachers. I wanted my respondents to feel

unthreatened and uninhibited in my presence. Therefore, as a

researcher, I neither aggressively pursued my prey nor remained

distant and aloof. In the course of taking notes, I answered

pupils' and teachers' questions about myself and my work honestly,

12
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and I helped out wLeneifer .ked. By the end of December, I knew

the name-i of all 80 ifAurth and fifth graders, hind they knew my

name. ffinhappy with ny request to he ca4/led "David," they called

me "Mr. Livid".)

The first step in ..:.,citing pupils' views of their school

wa,-; trrouyh the use of, a tape recorder to record the converse-

small groups of pupils. After approximately a month

of observing, I knew where pupils gathered to chat and I Was

saffliently welomed in the community so that my further intru-

s.n J tape recorder was permitted. One such spot Was a

!Ile -4binet filled with tape cassettes (used in spelling) located

When; two or more pupils arrived.at the cabinet

et hq same time to get or return a cassette, a conversation

ensued. A tape recorder was left to run on top of this

cabinet for two hours of tape time. These recorded conversations

were gathered from several spots in the school, and six hours

of such conversation was recorded and later transcribed.

From a technical standpoint, the tapes proved to be very

had: 'they were inaudible, garbled, or just plain blank. From

the salvapeable portions, two findings emerged. As I expected,

pupils used language rather differently from me. They used

terms ane6oristructions which, had I not known the context, I

would have found meaningless. I would use these terffs later in

my interviews with children, and knowing at least something of

their language greatly facilitated my work. ,These conversations

overwhelmingly dealt with two topics: 50% of the time (on Mon-

days this jumped to 75%) pupils discussed television programs

13
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they hpd recent.y seen, and 40% of the time they talked about

"activities." Thte term a:..ti:Jitied, I later learn has at

least two meanings: It can refer to the period after one's work

is done when one can freely choose to engage in an."activit "

(playing a game, drawing, reading, etc.), or it can be u
;
s As

a general term that includes all the patterned bt aviors that

'pupils (but not teachers) engage in (such as working, .king,

playing, etc.) in school. In conversation, words playing,

w,rkin) and so on occurred frequently and ,sbemed to be

used as opening and closing gambits, such as "What are you work-

ing on?" or ,"Let's make monsters with the Tinkertoys" or "I think

I'll do my liprk now."
Gv,

Phase.2: Eliciting the Pupils' Cognitive Map''

I will discuss further ramifications 64 these tapes in the

results section, but at the, , time, I ttisedthem as a guide in set-.

ting up the next phase of research. I had already been struck*

in my observations by the range of activities that pupils en-.

gaged in, the extent to which they themselVes determined the

onset and termination of an activity, and ''the co-occurrence in

the same rortRof several seemingly disparate activities. It ,

seemed reasonable to-assume that a-cognitive map of school 'life

might be organized, around thAe named activities. But the 009-

nitive map Could not be gleaned from the conversations nor in=

ferred from an outsider's obsgrtiation of pupils' behavior.

Getting at this
*
cognitive map would prove difficult. Ethno-

scientists, noEably Frake (1964), have had considerable success

14
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in eliciting cognitive Ana s of medicine, law, ceremonial events,

and so on, but their informants have always been adults and they

have always worked withiwclearly bounded domains. They have

sought the conceptual sher'a theit native peoples use in coding

and organizing concrete objects such as plants, treeb, kinsmen,

and so on, but they have not dealt with anything as abstract as

activities. Furthermore, they have not sought to demonstrate

that the cognitive maps they elicit from one or two informants

are representative for any and all similar .informants.

Piaget, in the introduction to The :hild's Conocrtion of

h. h r I (1960), outlines a very nice belief elicitation pro-

:edure which he calls the ,-xamination. Unfortunately,

he ciea:pried his examinations only far enough to tease opt key dif-

ferences in the thought processes of children of different ages,

without being able to show any kind of complete map for a given

domain (Lancy & Resnick, Note 1).

So, I used several different interviewing techniques bor-

rowed or 'amalgamated from the techniques of Piaget, the ethno-

scientists, and Jerome Bruner. An exerpt from the first tech-

nique used is shown here:

D.L.: What else do you do in libry?

John: We throw things.

D.L.: What kinds of things do you throw?

John: Oh, spit balls, pencils, paper airplanes.

D.L.: What kind of activity is it when you throw things?

19



John: where toolimi around.

D.L.: How else do kids fool Around in the library?

Jahn: They bug people.

What .Dies that ^J'An!

John: Well, when someone is working, you bother theM.
Y.,y_i steal their penril, or all them name. Any-
thing to let 'em upset.

The technilue is similar to a clinical examination and inv?lves

querying kids About their activities, trying to get at defini-

tions and relationships. Minimal content analysis of this ex-

erpt reveals, for example, that "throwing things"' is coded by

oobils is "foaling around" and that one can throw a variety of
,?

things, ih,-11Ain1 "spit balls," "pencils," and "paper airplanes."

"Bua,Jinci" t; a second class of activities under fooling around,

anJ John (a fifth grader) defines this activity here. I con-

thicted,several. of these interviews with fourth and fifth graders

of both sexes, each lasting roughly 20 minutes, and the terms

and relationships that John mentioned appeared in other inter-

views. ti

N
The interviews proceeded from the assumption that thecog-

nitive map is construrted asta taxonomy of terms related to each

other semantically. There,would be superordinate and subordinate

terms and minimal. taxa (terms with no subordinates). My ques-

tionirw strategy was to start.. a pupil off in a branch of the

enceforth, whenever I first use a term or phrase which
was elicited or overheard from a pupil, it will be placed in
quotation marks.



taxonomy and. then lead him or her up and down the branch. In

the interview with John, we moved down from throwing things to

(sub,,rlinater tn,owing spit balls, then up to (superordinate)

fDoling around and down ;rain (subordinate) to bugging someone.

In this way, the taxonomy is gradually filled in. -To be sure,

I was Alive to the possibility that these terms did not fit to-

tether taxonomically At all. But, since pupils responded quite

readil: my vf.ry general prompts with similar patterns of re-y

5ponses, I was le.i to believe that a semantic taxonomy was indeed

!rt. way of representing this particular cognitive map.

In Addition to questions relevant to the creation of a

taxon.ry, ;(-,me luestions were directed at defining certain terms

such as "bugling someone" whose meanings were not obvious. The

same terms wero defined by Jifferent pupils in order to arrive

at consensual definitions. Finally, I led pupils to discuss,-

attributes of these terms. Most of these questions followed

from the definition-seeking questions. Two attribtiteR of fool-
.

ing around, for example, are thatit is "not allowed" and it is

something that you therefore hope to "get away with."

T then interviewed small groups of pupils in the same man-

ner. In these interviews, it became clearer where'pOints of

conflict or divergence between pupils could arise. In such a

group interview I learned, for example, that pupils play in gym

but that some pupils felt cheated by the new teacher because

she made them learn skills (as in the various positions in bas-

ketball) and tested them on their knowledge of these skills.

17
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Others saidithey simply iunored this .intrusion of work into a

play area and continued to believe that the gym was for "play-

. ing." I was also impressed, however, with the extent to which
Let

V
pupils agreed on definitions and relationships within the domain

of activities. A cognitive map of activities seemed to be emerg-
V y .

ing from these int rviews. There were a finite number of named

'')activities, and hose were related to each other in a hierarc i-

cal fashion.

One furteher technique I emplop4d was borrowed from Bruner

(Bruner, Olver, & Greenfield, 1966), the 20 questions game. I

constructed a list of 25 sentences. Each sentence contained an
.Aw

activity, a named fourth or fifth grader; and a location'(e.g.,

"Don is lookingup somethiarin the encyclopedia in the Crary").

Fifteen pupilSWere individually given some instruction on how

to play the gar;le. Here is an example of such an interview con-

ducted in the game format:.
'/'e 4

Maureen: Is it a boy?

D.L.: Yes.

Maureen: IS he tall?

r D.L.: Yes.

Maureen: Does he have dark hair?

D.L.: Yes.

Maureen: Does he have glasses?

D.L.: No.

Maureen: Is it Tommy?

D.L.: No. 2 t

18



Maureeff: Is it Jimmy?

D.L.: No.

Maureen: son?

Yes.

Maureen: Is he work)ng?

D.L.: Yes.

Maureen: Is he doing his math?

D.L.: No.

Maureen: Reading?

D.L.: No.

Maureen: Maintenance?

D.L.: No.

Maureen: Spelling?

D.L.: No.

Maureen: Is he in our room?

D.L.: No.

Maureen: Is he in the library?

- D.L.: Yes.

Maureen: Is he'doing his library skills?

D.L.:
Ar

Maureen:

Yes.

Is he taking a. test?

D.L.: No.

Maureen: Work pages?

Yes. What's he doing his work page on?

MauTeen: Does-he have to use the card catalog?

No..e

2
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Maureen: Pencil? .

D.L.: No.

Kiureen: A tape?

D.L.: No.

Maureen: A.book?

D.L.: 'Yes.

Maureen: Dictionary?

D.L.: 'No.

Maureen: Encyclopedia?

D.L.: Yes, Don is looking up something in the ency-
clopedia.

The object is to ha've the Child use his or her cognitive

map of the school to partition the set of possible alter,tives

in order to arrive more quickly at the solution. When Maureen

asks, "Is it a boy?" and I answer "Yes," she eliminates half the

alternative pupils. When she asks "Is he working?" and I answer

"Yes," she eliminates all activities coded as fooling around',

making, helping, or playing. Further down, one can see how she

partitions the various subjects children work on: math, reading,

maintenance, spelling,- and library skills. Unfortunately, as

promising as this technique appeared, I ran into an anticipated

cognitive development problem. In Bruner's research, young chil-

dren do not use a partitioning strategy in the 20 questions game;

they ask tpidS'ti,ons that eliminate.onlli one alternative. Older

children do use the strategy, but fifth and sixth grade appears

to be the threshold age for this behavior. Thus, although some

20



of myAkhformant\ were able to'use the strategy, others were not--
0.

paureen was a good strategist.

Thirty pupils were interviewed using the three types of

inter -views mentiondu abo?. These were recorded, transcribed,
c

and analyzed for content. A taxonomy of activities emerged from

tt}ese effbrts (Figure 3), which-will be discussedin the results

section. In additiOn to activities,' I directed pupils to the

domains of places and people /n the school. These questions

proved less fruitful as lines of inquiry, and this will also be

taken up tater.

C Phase 3: The Use of In truments

11111..

Several questions remained open des {bite the confidefice.I

placed 'in the accuracy of the activities taxonomy. Thes were

generated by concern for the validity of_the taxonomy as a

widely shared belief system and a desire to discover if there
r "

were any syste atid departures from the normative portrait I

had achieved this far. The interviews on which it was based

were collected from a nonrandom sample of the fourth and fifth

graders; each interview overlapped previous interviews, but they

were in no sense controlled or standardized. Thup, one might

ask whether any feature of the taxonomy holds for all. pupils.

Of particular concern was the structure of the taxonomy: Were

the hierarchical, relationships depicted therein.;an accurate

reflection of some cognitive map which children held of schools?

A final, important question deals with the underlying dimensions

21



of the taxonomy - -the qualities or attributes that suggest why
. .

activities are grouped as they are in the taxonomy.

To answer these and other questions -and, n general','"to'

validate the taxonomy, I designed a similariti,:a judgment instru-

ment, a page from which is st-an in Figure I,. I yanted a de'vice

that would tap the relationships among activities but which could

be standardized and economically adMinistered to'all 80 fourth

and fifth graders. I composed, 25 phrases, each of which had been

a part of a' pupil's response in a clinical examination interviec(c,

but selected so that th (taxonomic) categorieS woo Ap be !

about equally represented. As can be seen in FigUre 1, A.1-1:::;A

Phrase included an activity and a settiAg. Each of the 25

44hphrases was paired with every other phrase, and pupils were

given a five-point similarity scale and°told to rate the deguee

. of similarity of each 'pair. This yielded a!'total of 300 judg-

ments made by' each pupil. Pupils Were administered the test in

groups of five, all seated around a table. There were.several

sample judgments which they made before 1peginning, and a set of

instructions. The test was broken into three parts, and-pupils

completed one part a week for three weeks. Average ..timeA.

pletion was 22 minutes per part, and this did not vary Oypr tes.t.

dates. Pupils understood the requirements and completed the test

willingly. A problemrd-id arise, however. There was a/strolig

terldncy to rate all pairs as "a lot differelt." After: the first
!;; .

Nk.

test session, I,;exhorted pupils, prior to beginning the,subse-

quent parts of the. 'test, to "think of ways the two things are

alike.- 20
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A variety of questions can be put to the aimilarities data,

but three were of critical importance. Using a hierarchical

clustering procedure devised by Johnson (1967), it is possible

to test the extent to whiCh the phrases form clusters, Clusters

are formed when a large proportion of the subjects rate phrases

as being similar. Since the output from the Johcpson program

shows clusters arranged in a tree structure, this can be com-

pared directly to the taxonomy elicited through interviews and

can act as a check on the structure of the taxonomy.

A second question concerned the identification of the dimen-

sions or attributes underlying the taxonomy. The KYST program

(Kruskal, Loring, & Seery, no date) was applied. to the data to

ind the number of dimensions that best accounted for the vari-

ance in subl:ctis. judgments. Once this number is found, a

weight on each dimension is computed for each of the 25 phrases.

The weight value signifies "how much" of the particular attri-

bute is contained in the phrase.

Finally, because clustering was not perfect, another tech-

nique was used to determine whether the map was roulhly the same

for all pupils or whether there were subgroupings of individuals,

each using different attributes to order the activities domain.

The results of the clustering program indicated that pupils did

not wholly agree on the extent of similarity of the. different

phrases. The possibility existed that not all of the attributes

Were being used by all pupils in making their judgments. A pro-

gram called INDSCAL (Carroll & Chang, 1970) was usel to test for
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tni It o, t dAtA from each subwct

s3epariteli id azsims a dimensior weight to each. If we were

.'XITc1., a' ,,ne .,f pupils had high- weight

values whil anot ;r ,up t.ad low weilht values for the same

ten we wou1J tve to allow for the possibility of

n're ognitiv,. maps. ,Dr1 the other hand, if there were

very 1i 1 dimension weight values over subjects,

we w 1! )
that all pupils view ttivities in

way ind.that they share a single c 7nitive map of

Fr.-r, t ;.ir. timat 1, standpoint, the belief system of

f
:1":0 wcrth it there is no relationship btween-

it way !,ey per.eive Achool and their behavior patterns in

relitionship between belief systems and

oert behavior:: heOn a matter for lively research and debate

(Bem, 19'07 Fiihtein, 1967) which will not be resolved'in this

study. My ooservati,ms had confirmed that the activities in-

ciuled in the taxonomy wore indeed taking place in the school

setting but I did not have A firm sense of their frequency rela-

tive to each other. I did not know, for Nt example, whether chil-
V

lren spend more time engaged ip making activities or more time

in play n<. I also had reason to believe that frequency would

vary as a function,of the particular setting, so that fooling

4around, for example, might be more prevalent in the library

than in the sciehce lab. Finally, it was clear that, individual

children varied greatly in their involvement in these activities.

25
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I c,cnstracted a behavioral observation ,ica.le to answer these

and ether questions. The categories and definitions were taken

from the interviews I had done. The scale is shown in Figure

2,,and the coJes can be found in Appendix A. Since the taxonomy

contains over 25 categories,'I had to be somewhat selective.

Thus, several types of fMling around were coded together as

other,' all types of play as Flaying, ar,1 making activities as

making, and .50 9n. Pilot use of the code made it clear that a

few categories riot found in the taxonomy would.have to be added.

Pupils ii,l not distinguish between talking to the teacher and

tistening to the teacher. Since I wanted to retain this diptinc-

tion, I created two categories: watching_and listening and talk-

ing to. These two categories were split again, and each was

coded as either I or 0, depending on whether the pupils were

wNtching something related to instruction (I) or something else

(0, other), and whether the pupil is talking to the teacher

about instructional matters (I) or something °Dee (0). Talking

with peer, which pupils c%lled "visiting," is found in the taxon-

omy under fooling around, but pupils do talk to each other about

instructional matters as well,.so I included the I/O distinction

there also. Finally, although the category unidentified was

'In the original version of the instrument, the term fool-
:r was Included to describe a category of behavior. The

school principal, cognizant of the school's critics, objected
to the use of this term, so I changed it to )ther. During the
observation research, however, thes.category was treated as fool-
ing around''

0 kr
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r.

Data
) Homeroom

Time Teacher Place

Time Intervals

var.atites

.....

2 3 4 5

Pupil's Name

Location _
Group .

Vork.ng

Getting

lllatch.ogilistoning to 11.01

Daydreaming

Talking with aide with teacher II 01 .

Talking with peer II 0;
tr--

liaiping trochee

.
rt. 10,04) u tusti

Play.nti _ _
Max , rtg _
Thar

._

Unirlentit.001'-

, -a--

, .

F oo1,14
,era,

Loco, or, Code A At seat
B Tavel
C the hoot at play table
D At teacher's desk
E Tape table
F Periphery
G Out 01 the room

Place Code II Block
2 Other Studios
3 Art
4 . Library
5 IS

p Sc. SS

F give 2 Pupil behavior observation scheduler
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Originally intended as a qarbage category, throughout the first
4

quarter of the observatiqn research the only uncodable behavior

was waiting.; so I defined and observed unidentified as waitina

for they rehearrest of the ch. +4se cateyorlee were then ex-

.haustive o; all pupil behaviors.

In addition to activity,, two further kinds of information

were collected because they seemed to have an impact on activi-

ties. These were whether the pupil was engaged in an activity

with one or more other children--the group category--and the

pupil's location in the room.

Each column in Figure. 2 represented one observation trial

for one pupil. Trials lasted 15 seconds. The first 10 seconds

(timed on a stopwatch) were used to locate the child whose name

appeared on the top of the column tthese names werelisted alpha-

betically) The observer moved close enough to the child so that

.a precise determination of activity could be made. The child was

then observed for 2-3 seconds, and the observer coded a'll of the

releVant information. Pupils were observed in rotation through

an entire class, and observation trials on single pdpils were

Ipaced at least 10 minutes apart.

Each of the 80 pupils was observed' in six different set-

tings in the school, and the number of,trials/pupil/setting

'If should be pointed out that I was the observer in all bUt

one of the settings where I was joined by a co-observer. At tbe
time of this particular study, I had logged many hours in vari-

qus settings in the school. Teachers and pupils were, there-
fore, thoroughly acclimated to my presence and to my moving
around the room and staring over pupils' shoulders.

28
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varied to take account' of, the tact that Pupils spend proportion-

ally more time ih some settings thaq in others. The settings 1.

and the number of times a child was observed in each setting

were as follows,;

1. Blcck--a 3 -hear perled in the morni.,..,1 when children

work in individualized math, reading, and spelling curricula:

10 obs.

2. -)ther'Studies--a 1-hour period each afternoon when

children have traditional, nonindividualized studies in various

subject- matter areas, including health, social studiea,, and\lan-

(Nage arts: 6 obs.

3. Art--two 45-minute ,periods per week when pupils have

at with a special teacher: 5 obs.

4. Library--an individualized course (L4 E. RS) in library

skills which pupils have in the libraily under the direction of

the school librarian. There are two 45-minute periods during

the week that a class spends in the library: 5 obs.

5. IS--refera. to individualized science, a class that

pupils have once a week for 45 minutes in the science lab with

the science teacher: 5 obs.

6. Sci-SS--refers to self-selected sc,ience. Pupils are

requited to visit the science lab on their own initiative at

least 45 minutes a week during which time they are expected to

work on lessons, and if they spend morp time in the lab, they

may elect to do other self- selected pi.ojects. Most spend more

than 45 minutes per week inthe lab, and most engage in self-

selected projects: 5 obs.

29
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Thus, a total of 36 observations were made per pupil, and

the number of observations per setting was 800 in BloCk, 486 in

Other Studies, and 400 in the remaining settings. Although I,,

was the principal coder for the study, I was joined by an exp4ri-
he

.enced coder in the Art setting. We independently coded for group,

location, and activity for five trials. Average inter -coder

agreement was satisfactory at 78.8%. Disagreement arose almost

exclusively becauseve occasionally, fell "out -of- sync ": The

activities of piipils change so rapidly that two observers must

be coding at the same second to achieve_ total agreement. All of

the behavior data was then computer analyied for frequency co1nts,

and categories were cross -tabul ed.

The behavioral observation s dy was the last piece of re-

search that I carried out at Longbranch. It came very near the

end of the year, bit it represented what I consider to be the

last link in-a methodological chain. This chain stretched from

the casual observation of pupils' behaviors baser on an outsider's

cognitive map of the school, to rigorOus behavior observation

and scaling based on the pupils' cognitive map of the school.

Results V";

I will not attempt, in this section, to review all that

learned about the beliefs and behaviors of pupils at Longbranch.

i
Most of these findings will be presented in subsequent papers

which will focus, respectively, on individualized versus rybn-

individualized classes, the science lab, and pupils as indi-
eet

viduals. Rather, the results section will set a background for
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the morenfocused.epUrts to fellow, and then summary results

from the yariqus techniques employed will be used to alssect

the assumptions, theoretical eoundations, and methodology of

thisiproject.

The School Setting

School life for pupils in /Tie intermediate grades at Long-

branch coflsists,. in many respects, of experience no different

from the experiences that other children have who are not 'in

experimental schools. Pupils do not chOose to attend Long-

branch; they are required to do so by-virtue of the compulsory

education law and their place of residence. Most walk or are/

driven to and from school by their parents, and the school day

runs from 9:90 a:m. to 4:00 p.m. The sctiool building is sqUare

In shape with offices, special purpose rooms, and a gym in the

middle; classrooms and a learning center for the primary grades

occupy one side of the square, while those for intermediate

grades,,occupy the opposite side. The building is one story,

modern, very light, and clean. The two learning centers at oppo-,

site ends of the building and the H-shaped hallway that connects

all the rooms of the school are the focal points for pupil-pupil

interaction.

There are homerooms and homeroom teachers; "special" teach-

ers for art, music, science (the only male teacher in the school),

and gym; a nurse; and a nonteadhing principal. The principal is

. benevolent but stern, and misbehaving pupils are sent to her

office to cool their heels before being given a bracing admonition.

31
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Pupils travel en bloc to the Aym severAl times a- -week, twice a

week to the libra'ry, and once a week to the science lab. Pt

other times, they travel singly or in small groups to small

group classes (to aearn to play a musical instrument, to receive

special tutoring under Title I), to the science lab, the library,

the offide, or,to various locations in the school where supplies

or-learning resources are stored. These trips can be occasions

for a little fooling around, that is, talking or running.

While pupils dip have assigned seats, desks are movable, and

arrangements of them are highly,varied across homerooms and over

time. Pupils can maintain direct eye contact with at least two

other pupils in every room except the library (where vision is

bloCked by high partitions on t ree sides of each desk). The

seating arrangements allow a high degree of propinquity. One

wall of each room is domin-ated by windows under which there are

shelves. The remaining walls are given over to blackboards and

bulletin boards, and thete will be a long seat-bench where the

tape players are situated. In a sense, there'is no front of

the-room, except the spot where the teacher's desk is situated,

and this changes as weal. Large areas of the floor A- left

open, and pupils-are permitted to sit and lie'on the floor to

do their work or play games. In two rooms, carpets are provided

to facilitate this.

The learning center is fed into by four, classrooms. In the

one used by fourth and fifth graders there is a large table on

which there are Six cathode-ray tube (CRT) computer terminals,

four desks at which aides are stationed, shelves ,with books, and
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racks with consumable leqson sheets. The main hallway contains

a drinking fountain and a filing cabinet for cassette tapes, and

the hall, are used as a gallery for the display of student art

work.. The science lab is in a separate building to the rear of

the school. There, larg- tables and booths are used La place

of desks, stands holdil ,quipment run alorig two walls, and

there are animals in glass aquariums in one corner of the room.

In .sly car(, the physical settings are diversified, ,modern, and

flexible. One gets the impression that the school is there for

the use of pupils in the sense that only three spaces in the

school'tre off limits to pupils. These are the boiler room,

the teachers' lounge, and the office.. Otherwise, pupils may

take a great deal of initiative in using and arranging the761a-

jects and spaces in the school.

The school day is divides into 'two parts. From 9:00 to

12:00, children are in Block. Block is characterized by a self-

management scheme (Stone & Vaughn, in press; Wang, 1974) whereby

pupils work on prescribed assignments and engage in self-selected

.

activities according to plans which they have constructed in

conference with their teacher. These daily plans list the "goals"

that the child has agreed he/she will accomplish that day. Such

goals might include: "doing" a number of reading "pages," "doing"

a "skill" in a math "unit," taking a "CET " '(curriculum- embedded

test), spending time on "SPELPAT" (a computer program that

teaches spelling), spending some time in the science lab, and

spending 45 minutes on "selected reading" 4pupils select bopks
AP,

from an approved list). Each day must include some goals,(and
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therefore some work) In math, reading, and spelling; other areas

are optional. The child also-pecifies the amount of time during

Block that he expects to spend playing. However, the system

works in such a way that if today's or this week's_goals are not

met, then the child is usually not permitted a self-selected

activity '(playing or making) the following day /week. Children

may do their tasks in any order they choose. Most claim to

start with the hardest work first; go on through to the easiest;

and when their work is finished, engage in a self-aelected ac-

tivity. There are formal and informal sanctions against playing

before one's work is finished, although, technically, the-child

may play whenever and as much as he/she wants as long as the

goals are met

All of the subjects which children encounter in Block are

"individualized." That is, theSe curricula have been designed

to allow a child to progress at his own pace. Typically-, a

child works on lesson sheets until he reaches a test point. He

gets -the appropriate test, takes it, and then has it corrected

by an aide or corrects it himself using a key. The child re-

ports the results of his test to the teacher who then gives the

child a prescription either to go on to a higher level or to stay

at thesame level for additional practice. The only exception 2t0

this, general rule is "seatwork.". At the beginnoing of Block,

teachers pass, out or put on the board a series of questions or

math problems. This seatwork assignment must be done bylpal the .

pupils on the day,it is assigned. Seatwork takes from 10 to 30

minutes to, complete. In pradtice, then, the child is ely
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engaged in any type of task for very long. Children shift from

lessons to to from subject to subject, from mode to mode

(i.e., lesson sheets, computer terminalS, cassette tapes), and

'around and out of the classroom.

In contrast, subject areas in the Afternoon period are not

always individualized. Furthermore, the class is much more

41
under the direct control of the teacher. During art, social

studies, gym, library skills, and so on, all_children work in

the same subject area at the'saMe time. These classes begin

and end at set times; most last 45 minutes. ',Social studies

most closely resembles a tradftional curriculum.. There are

textbooks, mimeographed sheets with sentence completions, and

teacher-directed oral questioning of the entire class ("Who re- '

members when Jamestown was founded?"). P ils usually remain

in their seats during the entire social studies ckass and do

not leave the room. Other subject; tend to be more like,Block

and less like social studies on a kind of pupil-managed to

teacher-managed continuum.

The foregoing description could continue almost indefinitely,

the purpose of this research was not to shoW an outsider's

cognitive map of the school, but rather to show the cognitive

map that fourth and fifth graders have of Longbranch. This-cog-

nitive map is a reflection, of course, of the great diversity

of experiences which this school provides. To briefly review

the major sources of this diversity;

4 1. Spaces. There are. a variety of different kinds of

spaces within the school and within each classroop. Further-
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more, objacts within thP -rooms such as desks, ables, shelves,

carts, and se, on, ktre frequently moved around Oelding varia-

tion over time the,physical environment.

2. Subject Areas. :Longbranch, like mot elementary scHOols

expOSes children to a variety of subjec are These include

math, spelling, science, reading, library skill social studies,

art, music, health, and gym. Unlike most school , however, sub-
_

jects are further varied by the fact that some are individualized

to the child's abilities and intereta. The individualized cur-
,

ricula are the first five mentioned above. 'During Block!, the

order in which, a child.worldt on subjects is a maete of indi-

. vidual choice and is', therefore, quite variable. .

3. Objects. There is a remarkable assortment of things

A
(or, in pupils' language, "stuff") to interact with in Long-

branch. Each child, for egample, 'has his own set of cardb
\
ard

suLject areas, and the con enss, one for each of seve

of these feders,4pne is worth mentioning. They contaiM pla

ningihedts with goals set and accomplished in individual sub-

jects, a planning shett for all subjects for the week, workbooks,

lesson sheets, corrected tests, seatwork dittos, paperback books,

Weekly Readers, pictures the children have drawn, maps, and so

on. Folders are not kept in children's desks because these are

already filled with textbooks, tablets, pencils, and so forth. ,

Children utilize a variety of,electronic devices in4their

work, including CRT terminals, teletype terminals for testing,

tape recorders and players, filmstrip projectors, machines that

-teach word recognition, reading machines that combine still '
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pictures and records, and pocket calCulators. In the science

lab; children use balances, microscopes, grhduated cylinders,

motors, dissecting tools, and a large assortment of chemicals

and cdmmon household products.

In nonwork pursuits, children car take ed,,antage of a well

-Stocked sfipply of games, sports equipment, and art materials.

4. Management. As indicated above, children largely con-

trol access to and the use of school resources; however, a.brief

vignette will illustrate the range of management possibilities.

Children are, taken top the gym twice a week by their homeroom

teacher. The trip to and from the gym is marked by almost mill-

cjary reill! Pupils march by twos in a column and are not per-

mitted to talk to one another. Once inside the gym, however,
4

they may choose the "game" they will play. A frequent choice is

"murder ball," which is less a game than "chaos with two sides."'

Curricula Try in the extent to which decisions are made by

the pupil or the, teacher, and teachers vary in strictness. Some

run a tight Ship; their Cla ses are quiet with a minimum of un-

Others permit, or are unable tonecessary movement by pupil

prevent, p pils pursuing their inclinations to fool around.

5. rou in . 'Teachers grant pupils considerable leeway in
/

terms Of whether they may pursue activities singly or in groups.

The'sclence curricula, for, example, frankly encourages pupils to

'complete many projects in groups of two or more. In social

studies, ditto sheets are filled in by groups of 4-5 pupils work-

ing together. Pupil's may help one another in math, and playing

37



6

and making activities frequently involve groups of two or more

pupils.

With a few exceptions which will come out later, pupils take
o

full advantage of these diversified experiences. In a sense,

What'I have described are the features contributed to tne school

by tradition, by teachers, and by curriculum developers. Pupild

sometimes take these features as given and make the most of them,

sometimes they actively alter existing features, and sometimes

they add features not present in the design.

Pupils' Beliefs

, Neither participant observation nor the tape-recorded conver-

sations permitted any analysis of children's beliefs about school

life. Activities were a frequent topic of children's conversa-

tions, but the amount of unsolicited verbal data was too little

to perform content analysis for semantic structure. These tape

recordings were, if anything, more interesting for what they did

not costain. For example, children rarely talked about other

pupils or teachers. They d'id not, in other words, gossip. Nor

did they talk much about their school work, unless engaged in

work with another pupil at the moment.

A belief system that centered on activities seemed to emerge

from my unstructured observation and recording. Children talked

about activities, and I, as a neutral observer, was anxious to

probe further the diversified behaviors that I witnessed. Using

the elicitation techniques described in the procedures section,

I gradually uncovered a cognitive map of activities. This map

is shown in Figure 3. 4 2

38



ly
e0

t1
on

g

Ir
io

rk
in

g H
do

m
od

ui
ng

 o
ve

r
te

a 
no

sy
 a

 s
ki

n

re
po

rt
-

a 
.ik

on
M

n 
E

s
se

ab
an

yk
P

O
P

ItO
n 

in
 b

as
ke

tb
al

l
-

ac
 ts

-
et

c

W
rit

in
g

ts
en

te
nc

es
W

el
lin

g 
w

or
ds

- 
ob

se
rv

at
io

ns
et

c

".
.1

at
C

hi
ng

1.
st

on
in

g 
to

th
e 

te
aC

he
r

a 
fil

m
th

e
et

:
ho

ar
d

rH
el

dr
al

 I

A
th

e 
te

ac
he

r! 1

th
e 

bo
ar

ds
th

e 
sh

ei
ve

s
tt.

 s
in

k
et

c

Ip
as

si
ng

 o
ut

]
so

ld
er

s
tte

vo
rk

w
ee

kl
y 

aa
da

r
C

IC

W
in

co
ng

l

m
as

ks
fin

ge
r 

ca
st

s
C

O
vI

va
yt

eo
n.

dr
aw

in
g 

a 
0o

 to
,

1.
03

,,
et

(

f p
a 

,m
il

Y
an

tte
us

es
R

oc
6.

11

gu
t

do
dg

e,
f,a

,C
le

, m
:

t
w
a
k
r
t
h
e
r
-

e
t
c

-1
1s

an
te

l,n
g 

a 
P

la
l

',V
I

11
11

0t
h

11
1,

f,
11

11
11

au
cb

ov
nu

ai
l

no
te

ft 
ca

rt
-

m
at

h 
R

os
y

lE

a
co

ki
ng

 a
t t

he
 f,

sh
la

 r
vA

ns
tir

il

et
c

--
fla

k 
ni

si
"-

IS
or

ne
on

t

- 
a 

pr
et

es
t

- 
a 

C
E

T
- 

a 
M

O
M

S
*

m
at

er
 s

tic
ks

el
ec

tr
ic

ity
ch

em
,C

a4

IG
e 

Li
ng

!

a 
pr

eS
C

rip
to

on
- 

a 
bo

ok
le

t
- 

pu
lli

ng
 p

ag
es

- 
a 

ta
pe

- 
pu

nc
hi

ng
 in

/o
ut

- 
gi

vi
ng

 y
ou

r 
fo

ld
er

ec
tfn

g

se
at

w
or

k
P

ap
er

s

a 
fr

ie
nd

- 
so

m
eo

ne
 w

ith
 th

ei
r 

w
or

k

J

F
ig

ur
e 

3
T

he
 e

lic
ite

d 
ta

zo
no

nl
y 

of
 a

ct
iv

iti
es

F
oo

tin
g 

M
es

s.
1-

4 
ik

ie
n.

an
d

.:s
ui

ng

a 
fr

ie
nd

to
R

.
tr

aa
4a

no
!

1

kr
..,

.."
-,

t
ou

r 
M

e 
or

n.
11

,,a
0

/.+
-.

.V
C

,C
A

Ir
rt

 r
ea

l



Workina 1 ohe the school froi;i the

pupils' lamd andoubteily others') point of View. Even pupils

who faay they do not like to work agree that working is what

,..7ho1 is fir. I la,k -ompaiative data, of course,

tut it seems that individuali!ation coupled with the self

management scheme produes a distinctive atmosphere in which

pupils take I much more active role in manalina their own school

life. In a iti.aditional s,-hoOl the term : might well be

replaced by a term like where 16arningis defined as

the passive absorption of information. More specifically, the

ategorie: 7)f letting and taking have an importance. in Longbranch

which they might not have elsewhere. Getting can be contrasted

with being liven: pupils at Longbranch play an active role in

a-71ufring the materials and .ouniel they need to.do their work.

Taking refers to taking a test, of which there are several types,

notably pretests, posttests, and curriculum-embedded tests (CET).

Not only do pupils in Longbranch take many more tests than

one might expect, but they often decide when they are ready to

take a particular test. The three types of test vary in system-

atic ways; and pupils 'ire sensitive to this variation. The pre-

test is least test-like in the sense that pupils are expected to

do poorly on it because it tests for knowledge they have not yet

received instruction on. As a result; pupils take a very casual

approach to pretests. Posttests are taken quite'seriOusly, and

CETs fall in between. As one pupil put it, "Pretests don't mat-

ter, but if you fail a posttest, you get yelled at." Failing a

posttest means that re does not go on to a higher, Jevel in the
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curriculum, and one doea not get to fill in a square after axle's

name on the wall chart indicating how many units each pupil has

, -

completed:

Another interesting belief not shown in the taxonomy but

refl,..,-t.ve of this atmosphere I have ref2rr2d to LI the per.
6

aonal quality of most activities. In the tape recordings and

Interviews pupils persistently used the possessive pronoun when

referring to the oblects of activities, for example, "I do my

seatwork,' "She's doing her Min-Ex," "Jimmy has to take his CET,"

and so on.

The get-tang cdtegory is depicted in the taxonomy as differ-

;

ent from working in /on.1 Although getting things is a necessary

adjunct to working, it as qualitatively different. Unlike doing,

taking, and so on, pupils are not evaluated on their performance

in getting things. The routine is so familiar 'that pupils rarely

make mistakes. Second, while other working activities may be

more or less fun, getting provides opportunities for fooling

'
around (as when a child runs in the hallway enroute to getting

A tape, or chats with a friend in the learning center) and is,

therefore, usually enjoyable. A persistent problem from the

teachen's point of view is that when pupils get out of their

seats to get something, a quick trip may turn into a veritable

odyssey as pupils get side-tracked both literally and figura7

tively.

The individualization/self-management system was originally

designed to facilitate instructibn, but the presence of the help -.

ing category indicates a kind of generalization effect. Pupils
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take many of th,'*.roc:, normally It by a teacher in non-

instruti,fiial and ihltru,.tinal areas. Pupils are assigned "jobs"

for one-flionth periods, atter which lobs are reassigned. "Clean-

ing," 'bringing," and "passing out" are such jobs. Each pupil

has his her Jw lob to lc and in most cases, these lobs are done

routiOely without prompting from the teacher. "Curecting" and
%-'

mis,..01aneou tasks are more often assigned on the basis of merit.

That is, when the lob c:mus up the teacher aasigns it to a child

who is reliable sr who has his her work done for the day.

T. teacher's primary function, aside from record'ke'eping,

is t serve the 1, pil as a tutor. For this reason, pupils most

ri turn tp her when they are in some difficulty rather. than to

th r peers. %evertheless, pupils who haVe a facility in a sub-

ject sometimes attach themselves to peers lacking such facility

and are called upon when .necessary.

Making is a fairly straightforwari category and the one part

of the pupil's cognitive map that most closely resembles my own.

Opportunities to create things are frequents for pupils in Long-

branch. In addition to art glass, children make things in the

\library, in their homeroom, and in the scietice lab.

Likewise, playing is a predictable category, although the

extent of play is greater than one might find in a more tradi-

tional school. Children visit the gym three times a week where

they play various games, some of which (i.e., basketball), how-

eN4er, do contain an element of work. They may also play in other

places, particularly the homeroom during Block and in the science

lab when they are there in small groups. Teachers and children
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both see play as the 'Lint reward for work well done; hOwever,

teachers differ with respect to the latitude that they permit

children in play. Two of them place few, inhibitions on the

children in play! the other two take a narrower view, and as

one p lit put it, "And she Itne teacher) doesn't like us o play

aMt. like that (building domino towers, then knocking them down]

Wlore you don't learn anything" There are educational games in

the rooms, and .two of the teachers steer children to these and

away from the noisier, more active games.

Play with animals is an interesting category. There are

animals in the 9cience lab and in one of the classrooms. Of all

the animals, children gravitate to the hamsters, but in playing

with them, they place them in a human context. They talk to the

hamsters, build houses for them, and create little playlets

around the hamsters as people:. As one child explained, "I don't

like the fish [in aquariums) as much because you can't hold 'em

and play with 'em.-

'Finally, an explanatory'hote on "building puzzles": These,

are large jigsaw puzzles, and several rooms have tables set aside

on which
4,

a puzzle is gradually pieced together by pupils who

spend 5-10 minutes at a stretch on it. When the puzzle is assem-

bled, it is- boxed and the pieces from a new one are poured out on

the table and the cycle begins again.

In the category of fooling around we have the pupil's very

unique contribution to school life. By this I mean that other

activities can be traced back, in most cases, either to an aspect

of instructional practice or pothe behavior of teachers and
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aides. Fooling around activities are uniquely a product "of the

pupils as a social group. rtierie activities are present despite

the fact that, by pupils own admission, they ire "not allowed."

The system not.only does not prtivide for them but actively tries
0

to prevent them from occurring. Furthermore, considey the fact

that of the five main categories in the taxonomy, fooling around

is the only one that is little affected by the experimental

school. I am quite convinced that although the cognitive map

of pupils in a traditional school would he different in many

respects from Figure 3, a fooling around category would be

present and that most of the subcategories listed here would

also occur:

The only subcategory that requires some. explanation is

-bugging.- Bugging can be translated as bothering someone, for

example, by teasing, taking things, pinching, name-calling, and

so forth. In Longbranch, pupils not ,Inly bug each other, but

they also bug the teacher; and teachers bug pupils, at least to

the extent of teasing them (good-naturedly).

The main categories are interrelated in systematic ways,

but all the categories seem to depend on or revolve around work.

Work is primary in belief, f not in fact. Other activities are

contingent upon work. A pupil explains: . . you work, then

you take a break for ten minutes and you fool around or build a

puzzle." lAll other activities serve as either a break from

work or as a reward for having done one's work. "Jobs" are done

,after work s completed, and other chores are assignecl\by the

jeacher tb pupils who have their work done or who have "met their

b--0----)
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gals" on that day. Children are permitted to make things in

Block or in the science lab only after their work is done. Art

and music classes ". aren't work, they're fun." At holiday

time, such as Christmas and Valentine's Day, the workload light-

ens for the entire class, and in its plAr.c. r'hildren make cards,

gifts, decorate the school, and play. Play alAtie follows work,

or, f5)r students who regularly meet their goals, ,erves as a

break between work activities. Children who do not do their

work are denied play privileges. Making and playing can fade

into fooling around.' Children may start out to make something

and end up "making a mess," which is fooling around. They may

play (a game, for example) before their work is complete, and

. this is fooling around; or their play may become overly'loqg or

boisterous, and this, too, is fooling around.

Although the paramount theme in this study is that school

life is comprised of activities, two other themes suggested

themselves in the first phase of the project. These themes were

people and places in the school. I pur.Lied both these themes in

the same manner that I pursued the activities theme. I asked

pupils, for example, "Are there different kinds of people in the

school?", and proceeded from there. There were only two features

about people which all pupils used as distinguishing characteris-

tics. These were teachers vs. pupils and boys vs. girl pupils.

Teachers are not reliably differentiated into subcategories,

and although pupils use features like height, hair color, and

the wearing of glasses to differentiate among themselves (see

interview, p. 18), these features are not used with any
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regularity. Hence, -94 cognit(v map of people would be rather

sketchy. It is fair to say that individual pupils do not usu-
se,

ally generalize about people in school and that even when they

do, these generalizations arewnot widely shared.

Beliefs about places in the school are thoroughly grounded

in reality. Pupils believe that the places in school are those

defined by actual partitions and lbcations, and they use terms

in common parlance to denote'these places (see intbrview, p. 18).

A cognitive map of places would be, very simply, a list of the

most frequented rooms in the school and the playground. These.

findings suggest that, conceptually at least, the domains of

people and places' are not very important. As we shall see, how-

ever, people and places do have00an impact on the activities do-

main.

In my discussion of the activities domain I have tried to

d.15 two things. I have placed activity terms into the fuller

context of the school setting. In doing this, I have also

offered a kind of validation of the. taxonomy as arcognitive

map of school life. All of the activities which pupils mention

in interviews do in faCt occur, and the relationships Which are

depicted make sense to me given what I know about Longhranch

and about fourth and fifth graders there. We can turn now to

some further research that was designed to extend this valida7

tion.

All 80 fourth and fifth graders completed a similarities

,
judgment instrument composed of 25 phrases, each containing a

different activity. The phrases are listed in Figure 4, which
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also show the realt!, of hierarchical clustering analysis that

was performed `on pupils' Dui 7T,.. ;. Wit thesy ro!;ults, show

are the patterns formed%as phrases cluster together. Tiae scale

indicates the relative compactness of the clusters. A compact

cluster wpuld.occur when 2 large proportion of children believe

that two'or more phrases are similar. Weak or no clustering

would indi7ate either that there was considerable disagreement

among pupils as to the similarity of pairs of phrases, or that,,.

two phrases were fudged dissirTialar by a large proporti of

pelpils. Johnson (no date) has devised a simple statistic that

further clarifies the strength of clustering. This test indi-

cates whe6 a pair or group of items is judged to be similar

more often Ulan ,.ould be expected by ichance at a .99,1evel of

-onfidence. Keeping in mind that pupils had a tendency to

judge all pairs as "a lot differant," it is, 1.1doed, encourag-

ing to find that-there is a significant amount of clustering in

the data. Over half of the clusters are significant at the .01

level or better. This is preliminary evidence that beliefs

about activities are not idiosyncratic, but shared..

Comparing Figure 3 to Figure 4, we find considerable over-.

lap between the cognitive map as elicited through interviews

and the quasi-taxonomy generated by the clustering 'analysis.

There seem to be two large clusters that correspond to work,

(top, Figure 4) and play, (bottom of Figure 4). There is a-,,very

strong playing .cluster (phrases 18-21) And a fooling around clus-

ter (phrases 15-17) that merges into the playing cluster. There.

is a doing cluster (phrases 12-13) and a getting cluster (phrases
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6-7). Some phrass would appear to be out of place in Figure

4. Phrases 1 and 14 are not clustered, even though both are
q .

A . 6
.

helping; this would throw doubt, on thp'validity of the helping
t

category in Figure 3. There is a very strong science cluster

(phrases 21-24) which overrides activity-based clustering.

That is, phrases 22 and-23 are not clustered with the other

doingoactivities,. as one might expect from Figure 3, and phrase

0
24 is not clustered with phrase 9, even though both are making

activities. A simil.Ar problem.occurs with phrases 10-11, where

reading as the subject seems to override taking and doing Is

the two named activities. One can take the clustering results

as partially validating the cognitive map as elicited in inter:

views, wt.., 1*-. recognizing that subjects exert an influence on

pupil's thinking with respect to activities.

Figure 4 does not show, except in a rough way, the

lying attributes or dimensions that pupils use in making their

judgments. This information is provided by the analysis proce-

dures of the KYST program (Kruskal et al., no date)'. The re-

sults of the KYST run on he data.are shown in Table 1. The

best fit to the data is a three-dimensional soluti6n. The

first is a work-play continuum. Phtases with large weight

values are work activities, those with low weight values are

play or fooling around activities. The second dimension is a

noninteraction-interaction continuum. Phrases with low weights

involve the pupil in direct interaction with teachdr,aide, or

peer; those with high weights do not involve direct interaction.

The third dimension is an object-words continuum. Phrases
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1 with high weights point to the inanipulatibn. of objects; a ose

with low weights point to the manipulation or use of words.

The first dimension is conpis'tent with the cognitive map

and reflects the fact that, in one pupil's words: "School is

half-way supposed to be fun." Furthermore, the work-play dimen-

sion accounts for most of the variance in the data; it is the

most a p rtant attributki, The other dimensions re not obvious

from the xonomy alone, but evidence, gathered as a participant

Observer eads me to comment that most children do value oppor-

tunities to interact directly with others in the school and

have warm relationships with teachers, aides, and peers. They

even talk back (aloud) to the CRT terminal when it responds in

type to their input. It is also true that there are many oppor-

tunities folor pupils to interact with'gadgets and other objects

in the school, and this attribute ins one of the things that

makes school life exciting.

The third type of analysis employed" in this data was the

INDSCAL procedure (Carroll & Chang, 1970). It is designed to

show whether all pupils are using the same asttributesRof the

phrases tp make judgments on their similarity. There was no

evidence from the results to indicate that subgroups of pupils

used the attributes differently. For each dimension, and.es-

-pecially for the work-play dimension,, weight values varied lit-

tle over subjects.
Y.

To summarize the analyses of the similarities judgment data,

it appears that the taxonomy of activities obt%ined through

interviews with a few pupils is an accurate representation of
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4.\\ the cognitive map all pupils. Hy and...large, the, structure

of the taxonomy has been Validated; although because the phrases

contained place and ,;able,7t information as well as an activity,

the clustering taxonomy differs, in some respects, from what

was ..,.cprAd. The study revealed that pupils share a common

,view of school life; there were no sharply idiosyncratic judg-

ments nor evidence for subgroups with differing views. Finally,

the study revealed three dimensions which underlie the pupils'

cognitive map of activities. These were: work vs. play, inter-

action vs. noninteraction, and objects vs. words.

Pupils' Behavior

In addition to validating the taxonomy through participant

observation and a similarities judgment instrument, behavior

observatiob was used.to check on the occurrence of activities

and their relative frequencies. The obserVation schedule is

shown in Figure 2 and the definitions of code labels are given

in Appendix A. Table 2 presents the absolute frequency of

occurrence for the 15 activities that were coded. All of the

activities taken from the taxonomy do occur, although some

occur relatively rarely.

C Table 3 presents the same data collapsed for major cate-

gories. That is, activities numbered 1, 2, 3, 6, and 8 from

Table 2 are grouped under Working; 10 and 11 under Helping; and

4; 5, 7, 9, and 14 under Fooling Around. Reference to Figure ,3

will confirt that these activities have been grouped under the

appropriate categories. For example, in Table 3, Fooling Around

is" composed of: .Watching/Listening to (0), Daydreaming,, Talking

52
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Table 2
Oyeran Prequer,ces of Act,yt,es from Behavior Observe ion Study

At
Absolute

frequency
Percent

of Total

I Odor IKaig 769 26 6

2 Gett,ng 359 12 4

3 Watch.ng.l sten my t, I 157 5 4

4 Watch.n4Ilten.ng ,, 0 289 100

S Daydream,ng 122 4 2

6 talk rig with aide teacnor f,11 118 4 1

7 T alk ,ruj vy,th aide teacher 101 32 1.1

9 Talking enth peer I II 96. 3 3

9 Talk.ng Awn peer i pr 307 10 6

10 Help.rj the teacher 25 9

11 lie t p )44 pee, 27 9

12 Plavnq 125 4 3

11 Mak r,q 227 7 8

14 F 01 Ii r,q at r,lovl 113 3 9

15 v1i ai t no R. , 126 4 4

Table 3
Frequencies of Activities Collapsed by

Main Categories Behavior Observation Study

Ma, Category
Absolute

Frequency
PeNent
of Total

Work rig 1,499 51 8

Heipmg 52 1.8

Play nq 125 43
Kik .nq 227 78

F00.1 hq around 863 29 8

W a. tIrlq 126 44

53
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with raher (,)), Talkinj with Peer (0), and Fooling Around,

and the,le categries or their ellivalents are all listed under

Fooling Around in the activities taxonomy. Tabk 3 stvws that

Indeed, for the sample of settings taken here, working occupies

roughly half of pupils' time, and this is (onsisterA with

widely shared pupil tvliuf.

F2.1r t!A Iroup , *ate Gory in the Behavior Observation schedule,

I found that childrev ,rend 11.t# of their time frit groups. Their

13,:ation in t.e room II; shown in Table 4. Pupils .spend two-thirds

of their time at their ent. But, sine seats in Longbranch are

not i IlateA fr-Im another, "being in one's seat" does not

imply what it utnerwise might. A second point is that pupils

use the floor playing games, reading, and even working on

math lessoni.

Ave
1,,, icat url in the PI6orn I rum

Bell the ()Me, ,' Study

Ltscat..-, rs Room
Absolute Percent

Frequency of Total

At seat

Trayelnq
On the floor pf.fy table

At teacher s desk

At tape recorder bench

Per.pbery

1.947 68 0

389 136

200 70
66 2 3

75 2 6

186 65
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The wvr made in sin different settings

in the chool isee page.Zt) and Figure 21 . Table 5 shows some of

the setting-activity interactions. For working, for exadiple, it

how treguntly tt,ls activity was observed in each of the

settirws .ano the proportion of working relative to all other

otserved in that setting. These interactions will be

di -ui:ed at greater length in papers that focus on the impact

of setting on activities. The only point I wish to make here

that although the frequency of a given activity may vary

over settings, all activities occur in all settings, There-

fore, 7 belief system that centers on the activity domain is

nut it all an unreasonable way of conceptualizing school life.

S4ch a belief ppitem does indeed account for,lin a descriptive

fa-Jlionthe behavior patterns of pupils.

I able 5

4,443 )4.r1 en, of esi-too,t,es Soi D ffartfnt Settings

Hens+ or Otner,v tpr? Sttr(IV

5

to

C)

F.

H. t 12 1 40 4 112 14 0 I 9 59 7 4 90 11 1 49 6 1 26 3 3

,i ) I i in ; 32 t, 7 i I I 24 4 31 65 23 413 S 10 13 27

a 2 , 1 52 1 1 0 20 40 58 140 33 83 9 23 152 380

l', +5 '16 140 44 110 2 5 38 95 62 155 34 35 4 10

! 25 i 6 3 116 29J 52 1 1 J 8 20 52 330 52 120 33 81 2 5

' 4 15 76 I40 6' 168 3 1 8 53 / 3 7 47 338 15 38 30 75

as -;,.. , 1, t 1 ; _4 44 '64 1 12 8 359 l 15 3 153 6 7 289 12 3 307 13 I 125 53 227 9 7
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NO Anottr way of anaiyzinl the observvation data is to ask

what individual pupils are doing during theLobservation period.

Table 6 presents such an analysis, and further analysis of the

behaviar ct individual pupils will be offered in a forthcoming

paper on the sublect.

° Tablet)

guyncy of P/40,S o s AL!,v hes

Number ,1t T 'nes Observed for 80 Pubds,rit 01 36
Observat,yls Pupil

1 3 4 1 8 12 13 17 18

W,..kg'
cor,g

0

1

0

24

2

4'
24

6

11 41,

0

12

0

H, ,1 IN '' 18 30 2 0 0 0

Pdy 14,1 U 40 1 i 0 0 0

Va.. ,ai 6 51 19 4 0 0
.

e,,,, 4 t6 30 , 2b 2

col'OPsed horn the ,0000t05 Of WO, ,olf aoahnolq (ft falloff()

th teacher and talk .,,(1 with peer

, n.,apsed horn the ,.aeynt e% of helotn9 teacher and helping peer

around s t:01,absed d.e categories of watching 101. talking w,th

teacher 101 ,alk ng with peer ,O, Oaettfeam.ny. and fo.folony around

Table 6 shows that all pupils were observed at least once

engaged in working and fooling around. All but three pupils

were observed getting something, and all but six making some -

thug. Roughly half of the pupils were never observed
%
playing

or helping, although this number is probably inflated due to

the fact that observations were not made during the last half -

56
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hcur of Block, whih i. when a great deal of slaying and help-

ihg occur. Pupils spend S-20% (2-7 pbs.) of their time in get-

ting something. Playing and making account for less thean 10%

of most "upils''time. Working and fooling around are by far

the most frequent 'activities for p'pi'_s. Working absorbs roughly

40% -cf a pupil/4 time, although a sizeable minority (12/80) spend

more than 50% (18+ oba.) of their time' working., Fooling around

accounts for 10-50% (4-17 obs.) of a pupil's time, and it is .

true that pupils who spend more time fooling around spend less

time working and vice-versa. Finally, and this finding is not

sruwn in the table, children shift among these activities con-

;tantly. It is entirely possible to find a pupil engaged in a

sequence of five different activities in five minutes time.

The c-)gnitive.map of activities (Figure 3) indicates the

range of behaviors that pupils might possibly display in Long-

branch. It is an accurate map insofar as all the activitiedk

which were named by pupils were in fact observed to occur in

this study. The map does not allow one to predict-tpe frequency
1

of any given activity, however, and this observation study pro-
.

vides that information. Based on my interviews, however, I

would guess that pupils might be a bit surprised to see how'

little time they actually devote to playing. Playing seems to

loom larger in their talk about school life than it does in

their behavior. Table 6 contains several empty cells or cells

with small numbers indicating that some pupils rarely or never

engage in certain activities. In .interviewtng-pupils and in

the similarities judgment study, however, such gaps were not
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evident. I an sucigesting that pupils share a cognitive map of

possible school life activities, even when they do not them,

selves engage in'all these activities.

Summary and Conclusions

In a very real sense, this project represented an attempt

to prove the reasonableness, rather than the truth, of some

ideas. Let me list. these ideas and comment on the extent to

which the results were encouraging or discquraging.

1. It IS possible to study a.sch9o1 anthropologically.

The study reported here parallels in many ways the field studies

of anthropologists in more exotic settingS. The investigator

otreated his subjects as informants and sough learn their

. language and culture. He remained "in the ield" long enough

to capture a hqlistic picture of the society (of pupils)

2. By focusing on beliefs or what people have in their

.heads, one does obtain a reasonable picture of-the culture of

interest. I think this is true for this population. It is pos-

sible that with much younger children it would not be true.

Converging lines of evidence were offered to support the idea

that activities are central to the culture of pupils, and the

cognitive map that was elicited shows the pattein and stability

one expects to find in that culture. There- is little evidence

that any other conceptual domain can portray the culture as

well as activities, and the observation study shows that pupils'

behaviors are exhaustively classified by the pupils' own order-.

ing of these activities.

6 2
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3. The shaied cognitive map gives-credence to the former

idea that pupils in an elementary school think as a group, while

the idea that they behave as a group received only partial sup-

port frOm the behavior observation study results. Overall, the

results suggest that attempts to understand pupils as a group

will beMost fruitful when the investigator queries pupils about

-events and things in the school environment and less fruitful-if

only their behavior is observed or if only some standardized

opinionnaire is used.

4. Open-ended, 1pOsely structured interviews with a few

"informants" can tell us something about the culture of the

group as a whole. Based on my study, I would be willing to

conduct such interviews in several different schools and com-

pare the results, even without the validation procedures that

I used here. There is striking evidence that all pupils; at

least across a span of two grades, construct the same reality,

and therefore, that interviewing a few accomplishes nearly as

much as interviewing all of them.

5. Or collective ignorance of schools is such that it is

possible for a researcher to enter a school with a very opea-

agenda and come out with a few discoveries. Beyond the desire

to observe pupils and understand their beliefs about school life,

I had few other plans. The situation itself Lgrgely dictated

the steps I took and the methods I employed. It was possible

to gradually focus the investigation and to-begin asking some

pointed questions.
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Essentially the idea:i that motivated this project were

reasonable enough. This work then represents small advances in

our understanding of school life as a culture, of belief systems

and the relationship between beliefs and behaviors, and of the

nature of an experimental school. These results will take on

more value as we learn more-about the experimental.school. One

interesting extension would be to query teachers about school

life using some of these same methods. Just such a study is

planned for Longbraneh.
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Reference Notes

1. Laney, D. F., & Resnick, L. B. J uJy i 'hp 1,4t-_T-24%*.ure

: !. 71 . Paper presented
at the meeting of the Society for Cross-Cultural ResearCb,
Chicago, Febtuary 1975.
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APPENDIX-A

Code for Pupil Behavior Observation Schedule

0

1. Dmce, Time, Homeroom Teacher, Place, and Pupilis'Name
(surname) will all be written in before the. observation session .

begirt:

2. Location: The code for location is found on the bot-
tom of the observation schedule.

A = at seat; the child is sitting or standing by his /,
her seat.

B = traveling; the child is located somewhere in the
room not covered by the other codes or is moving
around, out of or into a room.

C = on the floor, at play table.
0

D =.at teacher's desk:

E = tape table; child is sitting at or standing by'the
bench/table which holds the tape players.

F = periphery; the child is standing near or moving
along one of the walls in the room.

G = out of the room.

3. Group: This box is checked if the child is engaged in
a group activity of some kind. The group is not a random clus-
ter but is together for some purpose. Examples of groups in-
clude: three bhildren playing a game, a child helping another
with a lesson, two children making a poster, two children meas-
uring each other for an assignment.

4. Working: The child is actively engaged in working on
something connected with a subject or an extraordinary assign-
ment from the teacher such as seatwork, a book review, writing
sentences as punishment, etc. The observer will, therefore, see
the child either reading, writing, typing systematically on the
computer, manipulating materials in a Min-Ex or SA in science,
or listening to a tape in gelling, IS, or LS & RS.

5. Getting: The child is actively engaged in getting
something or going somewhere. Examples include getting a work-
sheet, punching the time clock, getting a tape, sharpening a
pencil, taking a folder to the, aide, getting or putting away
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material in science, going u4p to the teacher for whatever rea-
son, getting a game, getting coats to leave, going to the bath-
room, getting art materials, etc.

6. Watchin /listening to: The child watches and/or lis-
tens to a teac er addressing the whole class), a peer or group
of peers, a filmstrip, or a film. The code I is used to indi-
cate that the watching or listening is related to instruction;
O is used otherwise.

7. Daydreaming: This is coded when the child seems to be
staring off into space not looking at anything in particular
during the entire observation period.

8. Talking: I. The child is talking to the teacher, an
aide, or a peer about his/her work, or the child is-Iig-t-e1-ling
to sdme- This does not include those occasions whenfthe child-
is listening to the teacher address the entire class or those
occasions when the child is addressing the entire class. O.
Same as above when unrelated to work.

9. Helping: The child is helping when he/she.,-voluntarily
,engages in an activity which achieves some goal established by
and for someone else. Helping the teacher includes running
errands,.cleaning the boards, passing out folders, etc. Help-
ing a friend is difficult to code because the coder must be
aware of the antecedent circumstances. If a child' is inter-
acting with another childl, talking with peer is checked; further
information is necessary-before the coder makes a judgment as

, to whether the conversation is instructional in content (I) or
other (0). Even more information is needed to make the judg-

tqlient thatthe child is helping a peer.

10. Playing: The child is engaged in a play activity,
specifically, playing a game, playing with an animal, or build-
ing a puzzle. If the child is engaged.in any one of these
activities and is castigated for doing so by peers or teachers,
a check should, rather, be placed in the "other" box because
this activity is "fooling around." This is likely to happen if
the child is playing when he/she is supposed to be working or
if the child is playing in a disruptive way, for'example, build-
ing a tower of dominoes and then knocking it down.

11. Making: Any construction activity that the child en-
gages making, such as making a picture, a poster, a bulle-
tin board. Making also occurs in science as when children make
things during their self-selected,period with tinkertoys, bat-
teries, plaster-of-paris, etc.

12. Other: This code is used for Fooling Around and IS a
broad cateTF7 that includes many items: (a) bugging or bother-
ing another child or the teacher--the child physically or vexb-
ally tries either playfully or maliciously to antagonize another
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person. (b) a.nsan..tioned playthis is play that is noisy, dis-
ruptive, or falls when the child shciald be working or has not
finisned his /her w&kl (c.) activities that are deliberately aimed
at making a mess with paints, with paper, sgribbling, doodling,

etc.; (A) play-like activities that do motfit into the playing
7ate3ry (because- they.ore rot playing a game, building.a puzzle,

or playing with an animat1 ich as throwing spitballs or paper
airplanes, running c skiprona in the hallway, fighting, wrestling,
et:. Observers sho'ild Attempt t write- in the space what the
c7hild 13 doing if this box is eh.ecked.

13. 1:'nidentifi!: A check should be placed in this box if
the child Ls waiting for someone or something. This most often
happens when the chili is waiting for the teacher to help him/
her to answer a question. This box should not be checked if the
chili is engaged in .thy othei activity, even though the observer
may have noticed that the child is waiting,

14. By and large, these cate ories code overt behavior.
The :,r1ly c.ises where .1 judgment of intention must be made are in
the ,.'ategories of helping and in those categories which must be

c,.)ded as I or 0. Turthermore, the coder,rates the first behav-
ior he sees at the onset.of the 10-second interval so that a

returning to his seat at t, is coded as getting, even if
he is working At tg. Location is coded every time, regardless
of activity.

66


